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BACKGROUND

Since the restructuring of education in
New Zealand in I'M. a new curriculum
framework has been developed This
framework is consistent with international
developments which have placed a greater
emphasis than pre iously upon the pro-
cesses of thinking. problem solving and
group skills For the pninan (elementary )
education service these developments have
served to accentuate the child centred ap-
proach which is probably best known in-
ternationally for its success in early read-
ing processes

For the secondary school sector. however.
these changes have demanded a radical re-
thinking of both curriculum delivery and
organisation for learning. The initial em-
phasis is upon changing styles of teaching
but it is inevitable that the organisation of
secondary schools will face serious chal-
lenges if the curriculum framework is to be
effected.

A further challenge for New Zealand high
schools is the presence in mainstream
classes of all students who in the United
States would be categorised as learning
disabled Indeed. with the advent of main-
streaming. many New Zealand schools
now include all students with intellectual
and physical disabilities except those very
few whose level of disability is profound
This is a challenge similar in scope and
importance to the regular education

(REI)

The developments we wish to report here
trace the growth of a "strategic- approach
to teaching and learning with co-operative
learning as its lynch pin The work began
in two secondary schools where the staff
and boards of trustees agreed to try a staff
development programme In New Zealand
e cry school is an independent adnumstra-
tne entity managed by a board of parents
with staff and student representatives

The programme was designed to equip the
teachers to meet the chAlenges of the new cur-
ricula It would also enable students to ac-
quire learning strategics as well as the essen-
tial skills outlined in the curriculum frame-
work. at the same time teachers were learning
new teaching strategies

This first section of the programme look the
form of a research protect supported by the
Ministry of Education The two schools were
selected as a result of interest expressed by the
principals' (management) group in each
school The data we shall present in this pa-
per derres largely from this research.

In this section of the programme. each school
was visited for one day per week by the first
author During this day. team meetings were
held and classroom observations were con-
ducted at the request of the teachers Au advi-
sory committee of teachers. parents. university
colleagues and officers of the ministry met to
consider the programme and recommend fur-
ther developments

From this research there evolved a recognition
of the need for more structured seminar achy -
it). While the team meetings and class obser-
vations had been found to be valued by the
teachers. the opportunity to make explicit the
management of curriculum delivery required
more seminar time

The second section of our work followed from
this research Two manor colleges of educa-
tion contracted the first imthor to establish
staff development programmes for experi-
enced secondary teachers in their catchment
areas The second author began developing
similar programmes for primary and interme-
diate schools

Two ditlercnt sty les of delivery for secondary
teachers were. developed At one college the
programme took the form of No hours of
seminar work with weekly journals and set as-
signments At the other college a lb hour
seminar programme was developed with on
site support visits These different dein ery
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SSleMS were finalh modified to produce a
programme consisting of 78 hours of semi-
nar work with frequent site visits and team
meetings of teachers in clusters of three
neighbouring schools. This made up a total
of 100 hours of training for each teacher

At this point we were ready to enlarge the
number of people skilled enough to assist
their colleagues in spreading the develop-
ment programme across a larger number of
schools The two college of education pro-
grammes. together with some high schools
which had independently sought our assis-
tance. had produced 0% er 250 teachers

- across central now Zealand w 110 knew our
programmes This number of teachers was
sufficient for us to consider W:11 S III which
the programmed could be broadened

Later this year we shall begin work on a new
project funded by the Ministry of Education
to tram trainers in our work These will he
teachers drawn from the graduates of the ex-
isting programmes w ho w ill mem c mien-
siyc on site training for one year These
teachers will then form a pool of well
trained co-ordwators able to function in a
collaborative consulting model In Inc devel-
opment of co-operative and strategic learn-
ing programmes

RESEARCH MODEL

The eN Idellee is that .changing teacher
beha% tour is a complex task. Welch (1979)
notes how stable the educattonal system is and
how little effect have efforts to change it had
Tilden (1954) said -Teaching is what the
teachcr does To change teaching means that
the teacher himself (sic) must. m some respects
at least.changc And only the teacher can
change the teacher (p 71) Bixby (1986). one
of New Zealand's most noted educators makes
the point that no educational reform %% ill
succeed unless teachers belies e In it For this
re:IS011 an empowering model was adopted
which pat teachers as much in control of the
changes as possible

The research model for the first part of this
project was described by the external to lemei
for the ministry as a participant dm en.
empowering one in which the distance between
the researcher and the teachers iii ohed was
kept to a minimum Control and power ocr

the research questions and the methodology
was shared between participants and the
researcher This increased the probabilth
that the data gathered were eCOin-,:Cally valid
and clearly "owned` by tip:. participants
(GI% nn. 1992)

Teachers were Noluntecrs and could choose
from a menu of teaching strategics The
teachers controlled the pace and the
development of the programme while the
consultant/researcher supported and
encouraged their further development

Together the leachers and the
consultant/researcher were developing a dual
curriculum approach - teaching curriculum
content while developing in their students.
skills in selecting and using learning
strategies to stut their current learning needs
At the same time the teachers were
mastering the skills of "strategic' curriculum
delis cry

Fullan and Newton (1989) point out "The
role of vice principals and department heads
in change has been neglected both in theory
and in practice (p. 419) Taking note of
this. the school management teams
consisting of principal. deputy principal and
assistant principal were included and
involved from the beginning.

The formative method adopted in this study
and the attempt to ensure a balance between
"bottom up" and --top down- approaches
were designed to optimise the inclusion of
teachers and their sense of ownership as
they developed teaching styles now to
with support from filler management team
(for a discussion of this need for balance sec
Fullan. 1994)

STRATEGIES DEFINED

The terms .,:rategies- and "strategic- ha% e
been used in a number of mays
Fundament alh . strategic teaching
encompasses the complex thinking processes
and methods of curriculum deli% cry which
enable all kinds of students to become
successful learners This includes teaching
methods which make content meaningful.
Integrated with prior learning and
transferable It also includes teaching
techniques which assist students to become
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aware of the use of learning strategies
Students learn to knoxv hots to select and
apply these strategics in a fashion
appropriate to the task demands and their
need to retain and recall information at
appropriate moments.

Strategic teaching also includes the
creation of a safe environment for
learning. This is an environment %%here
the interaction patterns. student to student
and teacher to student. activ ely support
careful thinking. risk taking and mutual
encouragement and support

The establishment of a co-operative
CI1N ironment was seen as most likely to
create these conditions but the decision to
do so as in the hands of the teachers
themselves It was their choice to use co-
operative teaching methods.

The programme drew heavily on the the
broad literature of co-operative learning
(Johnson & Johnson. 1989: Graves &
Graves. 1990) learning strategies
developed at the Kansas University
Institute for Learning Disabilities
(Schumaker & Deshler 1988: Bulgrcn.
Schumaker & Deshler 1988. Lenz. Alley
& Schumaker 1987) effecin e schools
(Brophy. 1986:Ysseldyke. Christenson &
Thurlow. 1988) dunking skills (Dalton.
1985, Lockhcad. 1985, Nickerson. Perkins
& Smith. 1985. Fogarty & Bellanca.
1989.Glaser. 1990: Mama. Fogarty &
Dalton. 1991: and see Brandt. 1989 &
Costa. 1991)and quality schools (Glasser.
1990)

STRATEGY USE

A vv ide range of strategies NI.cre selected by
the teachers Since each strategic
approach took sonic time to establish and
teachers needed tune to consider any
applications to their classes. some time
elapsed before a clear pattern of change
emerged The most obvious do elopment
hoe er was the adoption of co-operative
learning as a preferred sty lc Sc ell
11101116 IMO the programme. 92"n (24 of
2(t) of the teachers tnNohed in the
programme acre actively practising co-
operative learning in at least one (and
frequently all) of their classes

Among other strategies teachers used in this
period were advance organisers. the
systematic use of graphic transformations
for thinking skills, teacher modelling of
problem solving methods. writing and
paraphrasing strategics. operant learning
skills and test and exam taking strategies
including visualisation. cognitive behaviour
modification and in o practice

In setting the pace for strategy use. teachers
mere very much their own managers. Thus.
some teachers developed more than one
strategy at a time while others concentrated
upon one methodology before trying
another. This brought sonic interesting
insights for the teachers. For example. one
who began working on co-operative groups
also began teaching the use of graphic
transformations It proved too difficult to
mix the strategies and the teacher
recognised It. Here are her comments

have tried group tactics before with this
class in a limited WM' With 111110e0 SUCC eSS

I /ION Ii, gel a more positive outcome by
tighter controls over what 1M focusing on
and on my group mil Vity and selection
class has a WI range of ability with law
ai lzie1 ere and high achievers with
motivation problems

Three weeks later. after starting to build co-
operative skills and the transformation
strategies. she had this to say

-Today I dal not go over all the kev co-
operative group rules. etc. to see how they
bundled it 7hel did not t Ink back into ii al
all In fact they lust 1101'heti (1.5. (I normal

group without the co-operative
elements unlike last note. individual%
were finislang writ ahead ol others while
slower students struggled nall the
material NOM( 111(lellt% itch! off nmh
quickli / hurl to re-elphint hill

iiistruc tont.% severril Inner lies It (I.s a

relTtliing ever( Ise (111(1 / loutul II vert meInt
(I campartAnn

Later the same teacher commented

../ Irv/ the c less /A IrC//d///g /Mire (/.5 0

It group I am elthlyttlg MI' In It /th

then/ as there AceinA In be an an rea.se in
MOi11'011011 NIttel percent (4 those asked
gave the c ro're(I requittAe on elater the first
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These remarks reflect the quality of teacher
input and control over their work Teachers
were not following a strict training programme
but developing their own skills in weekly
exchanges with the first author.

TEACHER COMMENT

There was a broad spectrum of comment which
indicated thoughtful application and a high
loci of satisfaction with the programme For

Ill example

School principal

-One of the calmest tears in .co(

management School principal

"I have far more .pec tic. objectives tor each
lesson I call define Illy 11111( ones will measure
them - Class teacher

-I am now more likely to provule the c lass with
goals objectives Class teacher

-I now knot, 0 here I am pang - the kuls (1.1 well
UN 111C leacher - Class teacher

"I 1,1111111 tins /ern, vol. /riff/rifling ..(Irillo the
infrothic Ihnt of (0-(frperati1e learning (mil
tulvancv ogamsers 10 my 1111111 torn; (sill grade,

Classy.. I have grown III unilersiamling these
No Concepts. (though, (mil over the last lour or

weeks have started to intrinhu e them into
171(1111' c lasses / here has been ma Iceable
success Ill all those Classes In one'. (1 Slfhle( I

nosh slur'd Ill this 111)1)17,m/1. students have been

more able to lilt their wrirk rule old their
achievement has improved in meant every
cave - Class teacher

111e7lIIllelli 1111111111.1 proles 1 luis becni ill

;most valuable training as a It'll( ter, Inc

hoc hers' c allege - Class teacher

TEACHER BELIEFS

A number of questions were asked of teachers in
a teacher questionnaire There were two
appareml significant changes in teacher
beliefs The first of these was a reduction in
;int-Ammon to fatutl and peer influence for
academic fatlure and an increase in attribution
for such failure to pcxy leaching st.slogies, lack

of student skill and poor learning strategies
These attributions did not relate to
programme effects but were generic beliefs
about teaching and learning

The second issue where a great deal of
change occurred was in the perception of
what is successful teaching In this case
ability to motivate students and to manage
classrooms replaced an emphasis upon
relationships. An interesting concomitant
finding showed an increase in emphasis
among the programme teachers upon
teacher/student relationships The
consultant noted anecdotally_ an increase in
indicators of good teacher/student
interactions

The most likel explanation of this latter
finding is a greater awareness among the
teachers of the importance of an enhanced
strategic classroom environment This
awareness probably overlaid an observable
(but perhaps not consciously realised)
increase in teacher/student relationships

As a point of interest. the principals. group
was asked the same question Tho
responded quite differently. claiming there
was an increase in attention paid to
relationships

ACHIEVEMENT GAINS

Informal class measures were taken which
indicated at times quite marked gains in
academic achievement Details of these
results are included in the research report
(Brown. 1992)

STUDENT COMMENT

Student continents were recorded by teachers
during the course of the programme
Teachers gathered together a large number
of student reflection sheets from their co-
operimy e learning activities In reflecting
on their work about half way through the
programme one group of fifth formers
(Grade 101 said

WWI hi instria toms. It ork slunth 1
he done (LS (1 .V17,1111 nos split up. so tluit
everyone underqamls what is happening
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This group made a further remark which is
recorded for posterity

"Our group never minis to he (11)(Irl at We
110111(1 StIrt'll die.

Sonic of the other comments 'Acre

1 MI gel Static(' 811WIghl au al'. II (A'
together (IS a group a lot better 11w work
ha% In he mare' clearly defined for each
person

-I find the groups are really ood became
not onll (1" 17n/ gel 10 knOW each other but
when tie find difficulties in some Work. ire
( an (i/WqlS ask our group to give us some
help and understamling.-

-I think 1 inert harder WI iii the group to help
nn' and encourage me all the way The

group was mostly tzlwas trainin to help
each other

On completion of the programme. students
were asked a series of questions about the use
of strategics in their classrooms Details are
given below but a number of comments on
co-operative group work were received. A
sample is included here.

was good hearing di flerent opinions
rvery perstm's opinion allows you t() look at
Illy task with a different perspective - Fifth
former

Mere e (IS 111(1111' 1110111. hellIg

UMW. - Fourth former

!he skilled person helps others to learn
st ril ril (d)/(iiiillig kW/UT gnu/CS if 11e 1101itell
to e(11'11 01(111 - Fifth former

the higher ones learned to elplain anti
realise sulk,' diet are doing, and loiter
learned let Imulues - Fifth former

tieing able to gel other people's ideas am/
then !tithing about the chllerent (Me.%

( '11(111S:1 11g then, olumi 1(1 get a «nit holm,
that Hite(' - Sixth former

-Sometimes von had to cover pn. a oiip
Inellthrr the' Were upei momelhmg

but Met would do the same for me - Fifth
former

/ wet-eased mt. mark.% hi 29",, hr being 6

tough, hot in itriie essays ht' (I group
member - Fifth former

It must be remembered that the New
Zealand secondary school is a highly
competime institution At the sixth form.
students conipeic for a pre-set number of
grades. Students know that any assistance
they give their peers could potentially
reduce their own grades

STUDENT
QUESTIONNAIRES

Three hundred and eighty students were
included in an anonymous questionnaire
survey of student views of the programme
Included ui the survey were a number of
questions on co-operative learning

The first of these questions asked students if
they gave or received help and if they took
responsibility for group results. Over half
the students said they tried to help their
group members. more than two thirds said
they received help and close to two thirds
said they did take responsibility for the
group's learning.

The second question asked if they would
like to Mork in groups or pairs in a
subsequent ycar. The question was framed
this way to avoid feelings of loalt to their
current teachers Over eighty percent of the
students responded in the affirmative

The students were asked what they liked
about cooperative groups A range of
answers were given and these were ranked
The three most common responses for the
total student group were sharing ideas.
working together and enhanced learning
The responses of 6th and 7th form students
Were separated out from those of the more
Junior students for two reasons The first
was that mam teachers unfamiliar with co-
operative learning are doubtful if senior
students will accept it The other reason is
the IlIghl competitive nature of the senior
!Onus w Inch giNe entry to may ersity

These senior students listed sharing idear..
opportunities for discussion and working
logethei as 'heir three most MOO ranked
reasons
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Students were asked what they liked least
about co-operatitc groups. The most
frequent response was the word "Not lung-
The second was a range of statements which
reflected student inability to manage skilfully
many of the issues and events that emerge
co-operative groups The third was non
contributors It is interesting that the two
disadvantages noted above are entirely
manageable by 'teachers who have developed
skills In co-operative group work. A further
point of interest is that the sixth most
frequent response was that no answer was
given to this question This and one other
similar question noted below were the only
questions in which such an C1e111 occurred

Students were asked if they thought co-
operany e learning helped them to learn In

one school (4' and in the other 75"o of
students answered in the affirmative Eighty
fly c per cent of the 6th and 7th fornr.rs
firmly believed they had been helped

They were then asked why they thought co-
operative learning helped them to learn The
three highest ranked responses were that it
broadened ideas and approaches. it unproved
their work and that help was available within
the group

When asked what factors might have meant
co- operative group work hindered learning
only students responded It is difficult to
know what to take from such a low response
(only one out of 67 oth and 7th formers
responded to this question - only one had
prey musky said that co-operative learning
had not helped them to learn) Nonetheless
the following reasons were recorded the
most often cited reason was a preference for
individual work. the second was off task
behaviour from some indn 'duals in the
groups and the third was non participation
from some group members

Again. with the exception of the personal
preference to work alone. the remaining
reasons are remediable

There was an interesting do ision of opinion
from students on teacher selection of groups
More students felt it was better for teachers
to allocate to groups than for students to do
so (ay erage 38% ui fa% our and 25% against
but many were 111d1ITC11:111 011 the mallet

Of special interest was the preference of the

6th and 7th formers for heterogeneous
groups. This was their top ranked
response with fairness of allocation being
the second

The overall advantages given for teacher
allocation were. a better working
environment. group heterogeneity. fairness
in allocation. more efficient management
and inclusion of all The students cited
homogeneity of groups. effects of non
participants and a kind of generalised
dislike of teacher selection as their reasons
for preferring student control of group
allocation. It is interesting to note though
that the second highest ranked continent
category in favour of student selection was
a grudging recognition that student
selection may not 'oe best. merely being
preferred

PRINCIPAL COMMENT

Each of the three members of the
principals. group (principal. deputy
principal. assistant principal) in the two
schools were interviewed before and after
the programme Their responses were tape
recorded and each also completed a
questionnaire

Because the involvement of the principals
was regarded as an essential feature in
change. it was important that they played
a role in the change process and that then-
views wcrc taken fully into account Some
of the questions asked of the principals
were identical to those asked teachers
while some targeted issues of relevance
only to the principals' group The
following comments arc those which
showed the highest level of responding
from the group

One interesting factor was that only one of
the six members of the group actively tried
to recruit teachers to the programme The
oth.:rs relied on the attraction of the
programme itself to engage teachers in it
Since about 25% of the staff at the two
schools Joined the programme (it is
unlikely a consultant could has c dealt with
more at the one time) this is an interesting
result Linked to this is the fact that while
all six principals saw themsen es in a
leadership role at the beginning of the
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programme onl half saw the need for this
at the end of the period

An indication of the importance of this
finding is found in the responses to another
question The group was asked if collegial
management of the programme was
possible and desirable at the beginning of
the work and again at the cud All six
responded affirmativel on both occasions
At the beginning. five said they thought the
model would demand a co-operam e
approach between principals and staff and
all six attested to this at the end

In a question probing the CA ems and factors
w Inch occurred as the programme
developed. two thirds of the group noted the

sense of achievement and
sense of ownership the teachers had felt as
the programme proceeded. What is more.
the posit c staff reaction in both schools
was seen by the principals as a strong
source of support for themselves

Two factors emerged with respect to the
management. organisation and delivery of
the programme By and large the

principals felt the addition of the
programme was not a S0111-Ce of pressure for

them Three of the six predicted it would
not be and five affirmed this at the post
programme interview Thc added thou,,2,11

that the presence of an outside consultant
was an important factor in the success of
the programme taking it clear that a

consultant must ha% e credibilit in the
school To this the added the support
gained from staff

Benefits to the school were seen in a more
positive focus on learning and achun mg.
increased commitment front staff imprmed
individual student achiev ement and

communm acknowledgement of success

Perhaps most important was the emphasis
on future planning While two thirds of the
group felt that no substantial changes
needed to be made to the was the

programme was run for the school to
maintain the programme in the follow ing
sear. half felt the would need to increase
further their ow n iii olsemcut Inch was
already TWo thirds of the
group planned to alter administratne
procedures to support the programme in
subsequLA ears and the same number saw

the importance of future planning

To effect this development. both schools set
up planning procedures and one a planning
committee to recruit more teachers to their
teams and to ensure collegial support m the
coining year

CONCLUSION

A significant deNelopment in the research
programme was au almost total
commitment ti the teachers InvoIN ed to co-
operame learning programmes This
achieved what Deshler and Lent. (tM)
advocate. -strategicall rich instruction in
an environment Winch promotes team-work
and shared responsibilm for the learning
and performance of all students- 1p 222)

For inall teachers co-operative learning
formed the basis of a changed pattern of
activity The groups pros ed an ideal
platform for the introduction of a wide
range of strategies The change in goal
orientation front individualistic and
competitive to collaboram c and supporme
provided the conditions in which
developing strategies could be practised
Besides this. students and teachers alike
welcomed the opportinut to share. discuss
and assist each other It should he noted
however that the groups were used 10
enhance individual performance no less
than to teach co-operative skills and encode
new learning material

At the end of the research phase of the
developments we are reporting. we could
see the foundation for a change process
w Inch Involved teachers. principals and
school boards in a collaborative team
What We were not so sure of was the
emphasis that needed to be placed on
collaboratiNC consultation with staff.
support in the classroom. seminar deliver)
of information and changes in
organisational structure

Since completing this first phase we have
explored combinations of collaborative
work with high schools These hale
included seminar onl. seminar and on site
support and long and short term
programmes Each has contributed to our
understanding of Wind works well



Page 8 CHANGING HIGH SCHOOLS

No refinin of
reaching
work without
the .siimiort,
nicked the'
enthusiasm and
COMMIIMelll of
Manage

teachers
determine the
SlIcTeSS or

failure of
curriculum

these recisons
tie include
principals mid
leachers m the
clitinge prOCe.A

its direct
players.

The next phase of our work will begin in
December of this year, the end of the school
year nn the southern hemisphere In this
phase we intend to combine the elements
outlined above in a programme to be funded
by the Ministry of Education

In this phase we shall work with clusters of
neighbouring schools Some clusters will
be high schools only. some will be primary
and intermediate only and some will
combine primary. intermediate and
secondary schools in the clusters. Schools
will be recruited into the clusters on the
basis of their interest in pursuing long term
staff development programmes which will
['noise the principals themselves (or
members of the principals. group in larger
schools)

In each school a graduate of our existing
programmes will be gnu the opportunity
to develop the skills of collaborative
consultation and to further their skills in co-
operatise learning and establishing
strategic classrooms This teacher.
supported by the principal will become the
co-ordmator of a staff development
programme for colleagues Each co-
ordinator will be supported for a full sear by
the authors We shall console seminars
throughout the year. make regular visits to
the schools to model and guide the teachers
through the establishment of co-operatise
teams of colleagues

On completion of the programme. the co-
ordinators will be registered with the

Ministry of Education as key people able to
support colleagues in further staff
des elopment programmes planned by the
ministry

This takes us full circle. if sou like The
new curricula being introduced into New
Zealand schools demand teaching and
learning strategies already being des eloped
in our programmes Not only do these
programmes assist teachers to meet these
demands. they create a pool of teachers
capable of supporting further. colleagues
who. tin their turn. w ash to develop these
skills

It is our stew that changing high schools
front a factory model to one based upon
thinking skills and collaborative 9

is not a process that can be achieved easily
or quckls It is essential that the conditions
are in place for change and the new
curricula go a long way to establishing
those conditions

A further requirement is that teachers must
lime the confidence to try new methods and
the assurance that then will be successful in
academic as well as organisational terms
One of the best ways to achieve this is to
create a cadre of peer models who arc
skilled in co-operative and strategic
teaching skills_ a group who can confidently
demonstrate to their colleagues and support
them through the change process

No reform of teaching will work without
the support. Indeed the enthusiasm and
commitment of management Equally
teachers determine the success or failure of
curriculum reform for without their co-
operation no change process can succeed
For these reasons we include principals and
teachers in the change process as direct
players

There is much still to be done and the was
we have approached the task is only one of
many. possible paths to progress. Our
intention has been to create a team which is
inclusive of teachers. managers and
go\ ernors not to mention students)
Nobody is seen or promoted as more
important than another To invoke a saying
in our country which is of Maori origin. "we
each bring to the table our -kW of
knowledge. a contribution to be shared
among us
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